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Abstract 
Differences between study strategy use among introductory psychology students were 
investigated in 2 studies. Because unseasoned students do not readily employ effective 
study strategies, explicit training as early intervention is likely to lead to improved learning 
behaviors. Pre- and post-training skill utilization was measured by a computer-
administered Study Skills and Strategies Assessment, 3S-C (Strichart & Mangrum, 1997). 
Study skills workshops were developed which focused on: memory strategies, textbook 
reading and note-taking, taking lecture notes, exam preparation, time management, and 
environmental management strategies. Workshop and control groups were compared 
after training. Results reveal significant gains for workshop groups, while control groups 
showed no significant increase in strategy utilization. Collectively, these studies identify a 
need for providing explicit strategy training. Students who participate in training 
significantly enhance their skill repertoires, which in turn allow them to assume control 
over learning outcomes. 
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1 Essential learning strategies 
Mastering Essential Leaming Strategies: A Self-regulatory and Metacognitive Approach 
A Course-specific Evaluation Comprising 
Introductory Psychology Students 
Each year universities and colleges across the nation admit thousands ofnew 
matriculants into the world of higher learning, the majority ofwhom are recent high school 
graduates. While many of these students are academically successful·, a large proportion 
are not. As such, it is estimated that fewer than half of all entering college students will 
actually graduate from the institution in which they first enrolled (Boylan & Bonham, 
1992). According to the literature, the equation for academic success includes both 
student performance and retention variables (Nisbet, Ruble, & Schurr, 1982). These two 
factors invariably go hand-in-hand. Successful students ultimately remain in the learning 
institution until their academic goals are met, while unsuccessful students often choose to 
leave college to pursue nonprofessional career paths. 
Throughout the history of higher learning, countless efforts have been made to 
identify the key factors involved in academic success. The eager search for a magic 
formula remains an ongoing endeavor. Study after study is conducted in the hope of 
discovering a comprehensive solution to an age-old problem. Over the decades, various 
researchers and scholars have identified numerous contributing factors believed to 
influence academic outcomes. Intellectual ability, reinforcers, achievement motivation, 
locus of control, academic goals, personality traits, learning styles, life stressors, individual 
maturity, academic anxiety, and academic preparedness are among the many factors 
believed to be influential determinants oflearning (Dembo, 2000; Dembo & Eaton, 1997; 
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Edwards & Waters, 1981; Grimes 1997; Higbee & Dwindle, 1990; James & Galbraith, 
1985; Nisbet et al., 1982; Rajamohan, 1978; Schunk & Zimmerman, 1994). 
In addition to this expansive and divergent array of possible influences is one 
recurring element believed to be an indispensable prerequisite for success. Educators, 
researchers, and students agree that good learning strategies that include well-developed 
metacognitive and self-regulatory skills greatly facilitate academic performance and reduce 
attrition (Biggs, 1985; Blustein et al., 1986; Christen & Murphy, 1984; Cone & Owens, 
1991; Dembo, 2000; Kirschenbaum & Perri, 1982; Kluepfel, Parelius, & Roberts, 1994; 
Lonka & Ahola, 1995; Levin & Levin, 1991; Mathiasen, 1984; Pressley, Van Etten, 
Yokoi, Freebern, & Van Meter, 1998; Romainville, 1994; Schunk & Zimmerman, 1994; 
Stewart & Landine, 1995; Zimmerman, 1986; Zimmerman & Risemberg, 1997). 
Generally, an individual's repertoire of strategies should include time-management skills, 
note-taking skills, memory strategies and test-taking strategies, all ofwhich interact and 
rely upon each other. Furthermore, the ability to plan, monitor, and regulate these skills is 
invaluable (Garcia & Pintrich, 1994; Zimmerman & Martinez-Pons, 1986). 
Contrary to popular pedagogical practice, it is not enough to simply tell students 
how to learn or repeatedly emphasize the importance ofemploying appropriate strategies 
(Dembo, 2000). Rather, students must actively learn how to manage and direct their own 
learning in addition to knowing how and when to apply effective strategies (Dembo, 2000; 
O'Hear & MacDonald, 1995). Only within the last 10 years has educational research 
increasingly focused on the importance of self-regulatory processes in determining 
academic achievement (Dembo, 2000; Schunk & Zimmerman, 1994). Still in its infancy, 
this trend challenges other approaches to learning that are traditionally grounded in the 
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belief that intellectual abilities and social environmental backgrounds are fixed and are 
influential determinants of learning outcomes (Zimmerman & Risemberg, 1997). Thus, 
current strategic research views successful students as being smart learners who invariably 
know more than less successful students, primarily because smart learners have developed 
better learning and self-management strategies as opposed to possessing superior native 
abilities (Dembo, 2000). In essence, changing ineffective study behaviors and developing 
more adaptive learning skills can have a tremendous impact even where IQ and adverse 
social environments might otherwise interfere. 
As indicated earlier, metacognitive strategies monitoring, as well as self-regulatory 
skills are crucial to learning. On the surface, the former and latter terms appear to be quite 
similar, thus running the risk of being confused with each other in discussion. Given this 
apparent resemblance, it is essential to highlight the distinction between metacognition and 
metacognitive monitoring and what is meant by self-regulation ofleaming in the current 
research context. Recent research suggests that the acquisition of study skills is best 
accomplished within a metacognitive framework (Biggs, 1985; Stewart & Landine, 
1995). Knowledge about cognition and the self-regulation of cognition are the two 
primary aspects of metacognition (Flavell, 1979). Metacognitive knowledge simply refers 
to knowing what strategies, or cognitive activities, to employ in a given task. Self-
regulation of cognition involves the tasks of monitoring, controlling, and regulating these 
activities. The emphasis is placed on the student's need to develop an awareness of 
cognitive processes through self-monitoring of their academic performance (Flavell, · 
1979). In tum, this enables the student to know what types of strategies produce given 
outcomes. Within this framework, students acquire a sense of self-awareness regarding 
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the effectiveness and appropriateness ofusing various cognitive strategies. Students who 
possess sound metacognitive knowledge are equipped with the capacity to assume control 
oftheir own learning (Stewart & Landine, 1995). In essence, students learn about 
learning while becoming aware of their own cognitive processes and development. In this 
sense, metacognitive self-regulation confines itself primarily to the student's cognitive 
world but does not extend very far into·the physical domain of the student's social and 
academic environment. 
Zimmerman (1986) defines a broader concept of self-regulation oflearning that 
expands into the social cognitive world of the learner. This model emphasizes a 
multidimensional process which includes personal metacognition, motivation, behavior, 
and environmental management. Garcia and Pintrich ( 1994) also espouse the social 
cognitive model of self-regulated learning. Specific self-regulatory skills encompass tasks 
such as devising and planning activities, monitoring the effectiveness of strategies, 
regulating strategies, and resource management strategies. These activities include, but 
are not confined to cognitive strategies. In this context, self-regulation takes on a more 
global connotation than when spoken of in strict metacognitive terms. These researchers 
do not deny that metacognitive knowledge influences the level ofengagement in learning, 
for it is obvious that if students do not know about various strategies, they will fail to use 
them to process information more deeply. What they deny is that this knowledge alone is 
directly related to choice, effort, or persistence. Thus, developing metacognitive 
knowledge is only one process involved in· the mastery ofacademic self-regulation. 
Keeping these distinctions in mind will serve to alleviate confusion and discourage the 
~ 
tendency to view these terms as being qualitatively equal and interchangeable. 
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Consequently, the self-regulated learning approach presents varied challenges to 
traditional metacognitive, behavioral, and motivational approaches to learning 
(Zimmerman & Risemberg, 1997). It provokes those in the metacognitive arena to 
explain why students learn and to identify the behavioral manners in which students should 
perform. Motivational and behavioral theorists also face challenges in response to self-
regulation oflearning theories. This challenge centers its focus on how students think 
about themselves and the specific academic tasks they face as independent learners. 
According to Zimmerman and Risemberg (1997), six components comprise an 
individual's command of academic self-management behaviors. It is motivation that 
ultimately drives behavior and supplies the energy needed to persist in any given task. In 
this context, motivation is an internal process that relies upon students' goals, perceptions, 
beliefs, and expectations with respect to academics (Dembo, 2000). Next, methods of 
learning, or learning strategies, are the tools needed to accomplish various academic tasks. 
Accomplished students invariably utilize more learning tools than do less successful 
students according to Zimmerman and Martinez-Pons (1998). Additionally, the ability to 
efficiently manage time is perhaps one of the most crucial elements of academic self-
management. Neither all of the motivation that can be mustered nor all of the tools in 
one's arsenal, may save a student who cannot make effective use of time. In fact, it is 
noted that students who manage their time well have higher grade point averages than 
their peers who do not have good time management skills (Britton & Tesser, 1991). 
·Moreover, the ability to modify physical and social environments as needed can greatly 
facilitate learning. Interestingly, one of the behaviors exhibited more often by higher than 
~ 
lower achieving students, is that of help-seeking behavior (Newman & Golden, 1990; 
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Zimmerman & Martinez-Pons, 1986). This seems contrary to common sense and 
reasonable expectation. Low achieving students should be seeking help at higher rates 
than high achieving students. However, it is the higher achieving student who is more 
adept at identifying and utilizing available resources that contribute to higher academic 
performance. Finally, learning how to manage performance by actively monitoring, 
assessing progress, and modifying strategies, puts students in a favorable position to 
autonomously preside over their own learning and achievement. 
Collectively, the self-regulatory approach places the student in the director's seat 
of the education and learning process where personal responsibility, perseverance, and 
adaptability serve to positively influence learning outcomes. This somewhat redirects and 
redefines popular expectations regarding the dynamic nature of the learning process. 
Traditionally, society expects teachers to teach, whereby learning is something that 
happens to students as a result of good teaching. When learning does not occur, too often 
the blame is placed on inferior teaching. This places the student in a passive role. It is the 
current author's belief that this mentality at the college level is an over-extension of and 
reliance upon expectations and beliefs formed at the primary and secondary levels of 
education. Conversely, successful students view learning as something they do for 
themselves (Zimmerman, 1998). If learning does not occur, smart learners seek to 
determine the causes in an active endeavor to change their strategies. In short, learning is 
a process in which they actively participate. Thus, the academic self-regulating approach 
to learning assigns more accountability to the student at the college level than was 
required in high school. 
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Herein lies the difficulty of making the transition from high school to college 
learning. Intuitively, it would seem that if students performed well in high school, they 
would perform well in college. This makes sense since a student had approximately 12 
years in which to develop good study skills and habits. However, there are some 
qualitative differences between the high school and college learning environments that 
render the demands of learning unequal and the skills employed unparallel. Typically, high 
school learning is teacher-directed, whereas college learning is (or is meant to be) student-
directed (Dembo, 2000). Furthermore, a high school student's day is highly structured, 
leaving less time to independently manage than that of the typical college student. In 
addition, high school teachers exert more effort to motivate their students. Most college 
professors logically expect students to be self-motivated. It is also noteworthy to mention 
the tremendous shift from high school courses that rely exclusively on short-term memory 
strategies and lower level thought processes, to college courses that involve higher level, 
critical thinking processes. Finally, there is one other obvious variable lying at the heart of 
these institutional dissimilarities. From the first day of kindergarten to the final day ofhigh 
school, students are repeatedly exposed to traditional courses such as math, English, and 
history. Thus, many of the same courses are encountered year after year in a step-wise 
building fashion, exposing students to similar material on a regular basis. This changes at 
higher levels of education. Given the eclectic offering of courses in any given institution, 
no student will escape the challenge of a first encounter with totally unfamiliar material. 
Furthermore, this encounter is likely to occur in I 00-level courses which survey rather 
large bodies of knowledge. An introductory psychology course is one such example 
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where students enter unfamiliar domains where information is substantial as well as 
foreign. 
In addition to the existing plethora of research, Robert Sternberg's (1985, 1994, 
1997, 1998, 1999) Triarchic Theory ofHuman Intelligence, as well as the proposition of 
intelligence as developing expertise, generously lend support to current educational 
directions. Specifically, the dimension of practical intelligence is thought to play a 
prominent role in academic achievement. Also referred to as contextual intelligence, 
practical intelligence refers to an individual's ability to cope with and manipulate the 
environment. These are skills that typically are not taught in school but can be enhanced 
through proper training. According to Sternberg (1994), students who perform poorly in 
school do not necessarily lack logical sorts of intelligence, but instead lack practical 
intelligence; the street-smarts of academe. Consequently, innate abilities are not 
considered the be-all, nor end-all in determining performance outcomes, according to 
Sternberg (1994, 1997, 1998, 1999). As with any other life endeavor, becoming an 
expert student involves mastering the essential skills needed to excel in academics. 
Sternberg's general model for developing expertise is fundamentally consistent 
with the self-regulatory educational model for becoming an expert student. According to 
Sternberg (1999), five essential components comprise his model for developing expertise. 
These components are all characteristics of the individual in a given learning situation. 
Metacognitive skill, a recurring factor in learning, involves an individual's understanding 
of and control of cognitive processes, as previously noted. Of further consequence in the 
pursuit of developing expertise are motivational factors . These appear primarily in the 
forms of achievement motivation and competence motivation, though other types of 
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motivation may factor into the equation as well . Essential to any academic environment is 
the component of knowledge, which involves both declarative as well as procedural 
knowledge, particularly procedural tacit knowledge which requires knowledge ofhow a 
given system functions . Three principal thinking skills germane to this model are critical, 
creative, and practical thinking. Finally, explicit and implicit learning skills are integral to 
the process of developing expertise. 
Accordingly, the need to develop highly adaptive learning strategies and academic 
self-management systems is imperative to successful learning outcomes. Next comes the 
question ofhow to best effectuate such learning competency. Levin and Levin (1991) 
argue that providing strategy training within a given course context is crucial. Similarly, 
Davis and Clery (1994) maintain that students are better able to apply the skills they learn 
to their course work when taught within a specific context. Teaching study skills in a 
general and isolated fashion may hinder the transfer of skills to present and future course 
work. Furthermore, at-risk students with poorly developed skills need more structure in 
learning than their well-prepared peers. They also need more individualized attention and 
instruction in learning appropriate skills (Roueche & Roueche, 1994). Thus, course 
specific skills development programs have proven to be highly effective, particularly in 
introductory courses (Gebalt & Parilis, 1996). Based on these grounds, it seems 
legitimate to tie strategy training to a particular course in which students can develop and 
apply a wide variety of study skills and academic self-management. 
As illustrated throughout this discussion, the existing body of literature has 
identified an abundant index of performance variables believed to affect learning 
outcomes. As such, it is unlikely that any single solution will provide the magic pill for 
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academic success. Thus, it may not be fiuitful to study the influential factors through such 
a global lens, nor is it prudent to apply such findings in a general fashion. Therefore, it is 
better to recognize the developmental process as a distinct interactive relationship between 
the students, institution, instructors, and support staff since not all college courses and 
student bodies are created equal. Essentially, this orientation requires the institution and 
its staff to be willing participants in the cognitive and social development of its students 
(Tinto, 1987). Based on this underlying foundation, it makes sense to adapt a 
developmental approach based on the carefully identified developmental needs of the 
target population. 
In an effort to identify the characteristics of the population in need of instruction, 
data from exit questionnaires have been collected from general psychology students 
attending a nonresidential public university in the Midwest (Talcott, 1999). Data from the 
Spring, 1999 academic semester revealed that the median for number of hours spent per 
week preparing for General Psychology was a scant 3.5 for 329 respondents. This is 
notably below expectation for a 3-credit hour course. Data also showed that 80% of the 
students were employed, working an average of 29 hours per week. Students were also 
asked to rank-order the behaviors they believed to contribute most to their general success 
in college course work. The behaviors of interest, in rank order, were class attendance, 
note-taking, textbook reading, using a study guide, reviewing class notes, using 
mnemonics, and doing available extra credit. However, a number of students appear to 
have rather maladaptive approaches to college course work. For example, 20% of 
respondents ranked attendance as third or lower in importance. A few students even 
ranked doing extra credit in the second and third rank. Another 22% of students ranked 
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using their study guides in the first three ranks of importance. Thus, it is likely that many 
students are following inefficient collegiate regimens. Data collected during the 1999 
summer session again revealed that students put insufficient time into course preparation. 
The median for number ofhours spent per week in preparation for general psychology 
was 5, with 80% of students devoting less than the optimal 6 to 9 hours per week of 
course preparation for a: 3-credit hour course (assuming a 16-week semester). Compact 
summer courses (7 weeks) require even more course preparation time per week. When 
asked about using available supplemental resources such as study guides, CD-ROMs, and 
textbook websites, the majority of students admitted that they did not take advantage of 
such resources. In fact, 66% ofthe students did not regularly use their study guides. A 
sparse 17% used their textbook CD-ROM and only 23% used the textbook website 
regularly. 
In another study, the Mangrum-Strichart Study Skills and Strategies Assessment 
(3 S-C), College Level (Strichart & Mangrum, 1997) was administered to 82 introductory 
psychology students at the beginning of the Fall, 1999 semester in an effort to identify 
students' employment ofessential study strategies (Talcott, 1999). The instrument 
measured a variety of strategy usage in the areas oftime management and space, taking 
notes in a lecture, taking notes from textbooks, remembering information, test 
preparation, and test taking strategies. The measure also assessed research skills and 
research writing. Because these topics are of little importance relative to the course 
structure and requirements of the introductory course as it is generally taught, they were 
disregarded. Results of the assessment revealed that students were not engaging available 
study skills and strategies proven to facilitate learning. The scoring system categorizes 
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students into one of three categories, "Needs No Instruction", "Needs Review", or "Needs 
Instruction". For the five components of interest, the overall average score was 5 7%, 
barely over the 50% cutoff for needing instruction, thus indicating that many students 
could benefit from learning strategy instruction. 
Also worth noting are the results of a reading score analysis conducted in the fall 
of 1998 (Talcott, 1998). Available reading scores on the Nelson-Denney Reading test 
were obtained from the university's Academic Resource Center for 275 introductory 
psychology students. It was found that 41 %, a little less than half of the students, were 
reading at or below the 12th grade level. More startling is the fact that 3% were reading at 
or below 8th grade reading levels. 
These data unquestionably indicate that students are not effectively applying 
available learning strategies. The possible reasons for failing to do so are numerous. 
However, it is reasonable to conclude that students simply do not know how to manage 
their learning in a new, more demanding academic environment. In other words, they lack 
a general schema for college life as well as a self-schema of smart learning. They are not 
familiar with the requirements of their new roles nor are they aware of the heightened role 
of personal responsibility. As such, students may, at best, be unaware of the available 
strategies that aid learning at this level. At worst, they may not be convinced of the value 
and effectiveness of employing various strategies. Furthermore, it appears that some 
students may not be reading at levels conducive to comprehending college level texts and 
material. 
Thus, the current evaluation is based on the premise that many students entering 
universities are insufficiently prepared to undertake college course work. As the 
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preceding discussion indicates, the acquisition ofeffective learning strategies and academic 
self-management skills can be an empowering experience for college students. 
Furthermore, learning within a course-specific context provides students with meaningful 
practice which, in tum, strengthens their ability to apply and transfer skills to other 
courses. Based on the available data, a course-related study skills and self-management 
training seminar was pilot-tested as an additional supplemental resource offered to 
introductory psychology students. It was believed that students would gain the capacity 
to better manage their academic endeavors by increasing their knowledge and use of 
available strategic resources. Not least in significance was the objective to enhance 
student performance and persistence in this course. 
Study 1 
Method 
Participants. Participants in this investigation consisted of 49 introductory 
psychology students at a nonresidential public university in the Midwest. The students 
were drawn from eight different sections ofgeneral psychology, each taught by different 
faculty members. There were seven instructors assigned to the individual course sections, 
with one instructor teaching two different sections. Students were divided into two 
groups in a stratified-random manner based on class standing, previous self-reported 
participation in study skills training, number of accumulated college credit hours, and year 
of high school graduation. The purpose of this method was to try to ensure equal 
representation of each variable across groups. Additionally, 24 students were assigned to 
a Workshop Group which participated in learning strategies training during the first half of 
the semester. The Workshop Group included 19 freshmen and 5 sophomores. Of these, 1 
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student had previous study skills training while 2 were concurrently participating in a 
freshman threshold course. An additional 4 of these students graduated from high school 
more than 20 years ago (i.e., between 1973 and 1979) while 3 completed high school 
between 1980 and 1989, and 15 graduated in the last decade, (between 1990 and 1999). 
The median for number of credit hours completed for the Workshop Group was 11. 
A Workshop Control Group, consisted of25 students. This group participated in 
the same learning strategy training during the second half of the semester primarily, for 
ethical reasons, as the skills taught were believed to be highly beneficial. The Workshop 
Control Group included 13 freshmen, 6 sophomores, 4 juniors, and 2 seniors. Among 
these students, 4 graduated high school more than 20 years ago (2 between 1969 and 
1979), 3 between 1981 and 1988, and 17 between 1990 and 1999, and 1 student was 
.. 
simultaneously attending high school (expected graduation in 2000). Study skill 
instruction in the past was reported by students, with 2 concurrently participating in a 
freshman threshold seminar. The median for number of credit hours completed for the 
Workshop Control Group was 21 . All participants received course credit for 
participation. 
Materials. The Mangrum-Strichart Study Skills and Strategies Assessment (3S-C), 
College Level (Strichart & Mangrum, 1997) was used to assess study skill utilization (see 
sample items in Appendix A). The instrument was administered to all students at three 
different times during the semester. The 3 S-C is a 70-item computer administered 
assessment designed to measure study skills and strategy utilization. Of seven 
fundamental categories, five relevant measures were of primary interest. Remembering 
Information assesses the use ofmnemonics, repetition and graphic organizers to aid 
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memory. Reading and Taking Notes from Textbooks determines the use ofthe SQ4R 
reading strategy. Taking Notes in Class measures student preparation for class note-
taking, how notes are taken, and memorization ofinformation from notes taken in class. 
Preparing for and Taking Tests evaluates how students prepare for exams and the 
strategies that are used when taking objective and essay tests. Managing Time and Space 
analyzes the extent to which students employ various time management tools. It also 
assesses study habits in regard to the learning environment. Although assessed by the 
3S-C, Using Information Literacy Skills to do Research and Writing a Research Paper 
categories were measured but ignored in this evaluation. General Psychology, as taught 
on this campus, does not generally involve these skills. 
For each item within the category, students were required to respond by selecting 
one ofthree response choices: "Rarely or Never", "Sometimes", or "Often or Always". 
Responses indicated the extent to which students use the given skill or strategy. Scoring 
for each individual was based on 0 points for "Rarely or Never", 1 point for "Sometimes", 
and 2 points for "Often or Always". After summing the points, cut-offcriteria determined 
one ofthe following recommendations: ''Needs no Instruction", ''Needs Review'', or 
''Needs Instruction", for each student in each ofthe seven categories. Each student's 
assessment was scored by the 3S-C program, resulting in a Diagnostic Profile and 
Narrative Report (see Appendix B). Only the experimenter was aware ofthe student' s 
scores. Students were given their scores upon request at the end of the study. 
Training material included worksheets from Teaching Study Skills and Strategies 
in College (Ianuzzi, Strichart, & Mangrum, 1998) which is associated with the 3S-C 
assessment test. The worksheets conceptually corresponded to each of the areas ofskill 
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development. Other instructor-generated handouts were distributed as well (see sample in 
Appendix C). Visual presentations were displayed to the student participants via 
PowerPoint (see sample in Appendix D). 
A brief demographic questionnaire was also administered to identify characteristics 
of age, class standing, high school GP A, current college GP A, prior or concurrent 
training in study skills, and year ofhigh school graduation (see Appendix E). A post 
training questionnaire was also used to determine the perceived degree ofhelpfulness of 
each study skill component (see Appendix F). Items on this post-training questionnaire 
were based on a Likert-type scale. For each of the five focal skills components, the 
following response choices were offered: Extremely helpful, moderately helpful, 
somewhat helpful, minimally helpful, or not helpful at all. The questionnaire also asked to 
what extent students used newly acquired skills in their general psychology course as well 
as in other courses. 
Procedure. Students were recruited to participate in a learning strategy workshop 
in the first three weeks of the semester. Participants were drawn from each of the eight 
introductory psychology sections taught in a single semester by various faculty members. 
The workshops were offered as one of several options toward required course enrichment 
or extra credit activities. 
Prior to the first exam, all participants were administered the 3 S-C study skill 
assessment in order to obtain a baseline production score. The demographic questionnaire 
was also completed at this time. After the initial assessment, students were randomly 
separated into two groups. Following the first introductory psychology exam, the 
• 
Workshop Group participated in three learning strategy sessions for three consecutive 
Essential learning strategies 17 
weeks. Each session was one hour long. The sessions focused on the following key 
components: time management, environment management, taking notes from text and 
lecture, test preparation and test taking strategies, and remembering information (including 
mnemonics). There were three different session days and times offered during the week, 
covering the same topic each day. Each weekly session was conducted in the same 
manner, using identical materials and presentations for each group. Each student attended 
one session per week for each of the three weeks. Students signed up to attend the day 
and time that best accommodated their schedules and attended the same day each week. 
Thus, the individual groups remained the same across the entire three weeks. 
At the midterm point in the semester, students in both the Workshop Group and 
Workshop Control Group were re-tested using the 3S-C computer assessment. This 
provided the between-subjects data needed to assess group differences after strategy 
training. Workshop Control Group members participated in the same learning strategy 
workshop (same method as described above) after the midterm reassessments. Providing 
the workshop to this group was essentially done for ethical reasons as the primary goal of 
the study was to determine if students would increase their application oflearning 
strategies when taught how to do so. Whether or not this is the case would rely on the 
data analysis of3S-C scores at Time 2. Providing training to the Workshop Control 
Group in this fashion provided students with the skills thought to be essential for success 
without contaminating the primary measure of the study. At the conclusion of the 
semester, the 3S-C and a post-training evaluation questionnaire were administered to both 
groups of students. 
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Results 
An Independent Samples 1-test was initially conducted on the 3S-C sub-test scores 
at Time 1. No significant differences between the two groups were found prior to 
instruction, thus indicating that both groups were equal in study skill use at the onset of 
the study: Remembering Information, 1(47) = -.13, 12 = .9; Reading and Taking Notes from 
Text, 1(47) = .36, 12 = .723 ; Taking Notes from Lecture, 1(47) = -.72, 12 = .477; Preparing 
for and Taking Tests, 1(47) = .24, 12 = .813; Managing Time and Space, 1(47) = -.367, 
12 = .715. 
Difference scores were computed for each student by subtracting their scores on 
each of the five study skills sub-tests at Time 1 from scores at Time 2. A MANOVA was 
performed on the difference scores at Time 2 to determine whether the Workshop Group 
scores were significantly better than the Workshop Control Group scores. Hotelling's T2 
revealed a significant main Group effect whereby scores for the Workshop Group were 
significantly better than those of the Workshop Control Group, .E.(5, 43) = 8.368, 12<.00l. 
In terms ofwhere the differences were found, 4 of the 5 sub-test scores showed 
marked improvement. Specifically, significant improvement was observed for 
Remembering Information, .E(l, 47) = 20.459, 12<.00l; Taking Notes in Lecture, .E(l, 47) 
= 26.774, 12<.00l; Preparing for and Taking Exams, .E(l, 47) = 11.076, 12<.00l ; and 
Managing Time and Space, .E(l, 47) = 11.012, 12<.0l. Reading and Taking Notes from 
Text showed a slight trend, .E(l, 47) = 3.597, 12 =.064 (See Table 1). 
Though the Workshop Control Group received skill training (late in the semester) 
primarily for ethical reasons, an analysis was conducted to determine if there were any 
marked improvements for this group. A Paired Samples 1-test from Time 2 to Time 3 
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revealed significant increases in skill use on 4 of the 5 3S-C sub-tests: Remembering 
Information, 1(23) = -7.62, Q < .001; Taking Notes from Lecture, 1(23) = -3.14, Q < .01; 
Preparing for and Taking Tests, 1(23) = -2:91, Q < .01; Managing Time and Space, 
1(23) = -3.75, Q < .01 (see Table 2). 
Since increases in skill usage were found for the Workshop Control Group after 
training, it is expected that no differences in skill use would exist between the Workshop 
Group and Workshop Control Group at the end of the semester. An Independent Samples 
1-test at Time 3 confirms this: Reading and Taking Notes from Text, 1(45) = .77, Q = 
.446; Taking Notes from Lecture, 1(45) = .27, Q = . 790;· Preparing for and Taking Tests, 
1(45) = 1.33, Q = .190; Managing Time and Space, 1(45) = -.36, Q = .723; and 
Remembering Information, 1(45) = -.034, Q = .973 . 
Data from the workshop evaluations provided supplementary information which 
served to confirm the results obtained by 3 S-C data. Helpfulness responses were based 
on 5-point Likert type scale. In terms of perceived helpfulness, time management, taking 
lecture notes, test-taking, and remembering information were all perceived to be extremely 
to moderately helpful, while information for taking textbook notes leaned toward 
moderately helpful (See Table 3 for frequencies and means). Frequency of strategy 
utilization was based on a 4-point Likert-type scale with the following results: extent of 
using strategies for taking lecture notes, test-taking, remembering information, applying 
strategies to other courses were reported to occur very frequently to frequently. Time 
management strategies and reading and taking notes from text were used frequently ( see 
Table 4 for frequencies and means). 
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Discussion 
The results of Study I clearly indicate that students who are provided with explicit 
training, significantly increase their use of strategies. Since both the Workshop and 
Workshop Control Group started on equal footing in terms of study skill use, it is 
reasonable to attribute the Workshop Group's increase to the training they received. This 
claim is strengthened· by the 3S-C results at Time 3, whereby the Workshop Control 
Group showed a significant increase in their use of strategies after participating in the 
same workshop. At Time 3, after both groups had completed training, no significant 
differences in strategy use were found between the Workshop and Workshop Control 
Group. This, coupled with the fact that students in the Workshop Control Group did not 
naturally increase their use of study skills (even after being exposed to the strategies 
.. 
contained in the 3 S-C), increases the level of confidence that instruction is responsible for 
the increase in strategy use. 
Study 2 
Study I provided the impetus to further pursue this endeavor. However, 
methodological changes were necessitated to control for extraneous variables present in 
Study 1, which was primarily an exploratory study. To control for teaching and 
assessment variability, students from two introductory psychology sections, taught by the 
same instructor, participated in Study 2. Furthermore, a stronger effort was required to 
emphasize the metacognitive and self-regulatory aspects of learning. Thus, in Study 2, 
students assumed a more active role by maintaining study skills and performance journals 
associated with the introductory psychology course. For these primary reasons, Study 2 
was conducted according to the following procedure. 
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Method 
Participants. In the subsequent semester, 49 introductory psychology students 
from two designated sections taught by the same professor were recruited to participate in 
this evaluation. Of the 49 students, 23 served as a Control Group, while another 26 
participated in learning strategy workshops. Both the Workshop Group and Control 
Group consisted of students from both sections of the introductory psychology course. 
According to student reports, 7 of the original Workshop Group members had 
participated in study skills training at some point in the past. None of the 26 Workshop 
Group participants were concurrently taking part in any other type of study skills training. 
Ofthe 26 workshop students, 16 were freshmen, 4 were sophomores, and 6 were juniors. 
At the conclusion of the study, the Control Group consisted of 12 females and 3 
males. Ofthese students, 11 were freshmen and 4 were sophomores. The majority of 
students were recent high school graduates (5 in 1999; 4 in 1998; 1in1997; 1in1996; 1 
in 1995; 2 in 1994; and 1in1992). Only 1 of these students previously participated in 
study skills training. None of the remaining Control Group students were concurrently 
participating in any other type of study skill course. It is not known why 8 of the original 
23 Control Group members failed to report for the final study skills assessment. Among 
the 8 students were 5 freshmen and 3 sophomores. All 5 freshmen were 1999 high school 
graduates, while the 3 sophomores graduated in 1998. The number of students remaining 
in the Workshop proup at the semester's end was 23, including 16 females and 7 males. 
There were 14 freshmen, 4 sophomores, and 5 juniors. Six of the remaining study skills 
students reported that they participated in a freshman threshold course involving study 
skill instruction in the recent past. None of the Workshop Group students were 
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the research being conducted and attempted to conduct both classes as identically as 
possible. 
The 3 S-C study skill assessment was administered to students in the Control 
Group and Workshop Group prior to taking the first introductory psychology exam. This 
determined a baseline score with which to compare subsequent exam scores. Again, the 
assessment instrument was administered, scored and interpreted by the 3 S-C program. 
Only the assessment administrator viewed the results. Both groups completed the same 
pre-intervention demographic questionnaire as in Study 1. After the first exam, students 
participating in the workshops attended two 90-minute study skill sessions, one in each of 
two consecutive weeks. As in Study 1, the workshops focused on the same five key 
learning strategy components. 
Each workshop participant was required to maintain a performance journal as well. 
During the course of the semester, each student developed a study plan, or goal plan, 
intended to guide exam preparation (for introductory psychology). Additionally, students 
evaluated their performance following each introductory psychology exam. An evaluation 
form was provided for each exam (see Appendix G). Consequently, students revised their 
study plans as needed. Self-evaluations and revised study plans were checked by the 
workshop instructor (researcher) throughout the course of the semester. Each journal 
contained strategy plans, self-evaluations, samples of strategies that were employed, 
samples of lecture/text notes, and any other personal comments or noteworthy information 
the students chose to include. Students intermittently submitted their journals on 
scheduled due dates so that study plans and revisions could be uniformly monitored and 
reviewed throughout the entire semester. Thus, participation continued beyond 
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journals prevented any type of data analysis. 
At the conclusion of the semester, the 3S-C study skill assessment was again 
administered to both the Control and Workshop Group. The Workshop Group also 
completed a post-training questionnaire regarding the perceived usefulness of each 
workshop component. At the time of the final study skills assessment, workshop 
participants turned in their semester journals, thus fulfilling the requirements for receiving 
credit toward required enrichment points or extra credit. 
Results 
To determine ifthere was a between group difference in study skill use, four 1-tests 
were conducted on the 3S-C data gathered from Study 2. An Independent Samples 1-test 
was initially performed between the scores of the two groups on the 3 S-C sub-tests at 
Time 1. No significant differences between the two groups were found prior to 
instruction, thus indicating that both groups were equivalent with respect to the study skill 
components at the onset of the study: Remembering Information, 1(36)= -.28, 12 = .77; 
Reading and Taking Notes from Text, 1(36) = .61, 12 = .544; Taking Notes from Lecture, 
1(36) = 1.57, 12 = .125; Preparing for and Taking Tests, 1(36) =.86, 12 = .395; Managing 
Time and Space, 1(36) = 1.43, 12 = .161 (See Tables 5 and 6). 
An Independent Samples 1-test at Time 2 revealed significant improvements for the 
Workshop Group over the Control Group on 4 of the 5 sub-test scores: Reading and 
Taking Notes from Text, 1(36) = 3.48, 12 < .01 ; Taking Notes from Lecture, 1(36) = 4.55, 
12 < .01; Preparing for and Taking Tests, 1(36) = 3.20, 12 < .01; and Managing Time and 
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Space, 1(36) =3 .25, 12 < .01. Remembering Information was not significantly different 
between groups at Time 2, 1(36) = 1.11, 12 = .271 (See Table 5). 
Paired Samples 1-tests were conducted to determine if there were any noteworthy 
improvements within the groups between Time 1 and Time 2. Results for the Control 
Group showed no significant improvement on any of the 3S-C sub-tests from Time 1 to 
Time 2: Remembering Information, 1(14) = -.71, 12 = .484; Reading and Taking Notes 
from Text, 1(14) = .57, 12 = .578; Taking Notes from Lecture, 1(14) = -.47, 12 = .645; 
Preparing for and Taking Tests, 1(14) = -1.54, 12 = .144; and Managing Time and Space, 
1(14) = .-75, 12 = .462. Thus, the group that did not receive instruction failed to show any 
improvement from Time 1 to Time 2 (See Table 6). 
Following instruction, the Workshop Group's Paired Samples 1-tests showed 
significant improvements on each 3 S-C sub-test: Remembering Information, 1(22) = -
3.51, 12 < .01; Reading and Taking Notes from Text, 1(22) = -5 .09, 12 < .001; Taking Notes 
from Lecture, 1(22) = - 4.88, 
12 < .001; Preparing for and Taking Tests, 1(22) = -3.91, 12 < .01; and Managing Time and 
Space, 1(22) = .-04.63, 12 < .001 (See Table 6 and Figures 1-5). 
In addition, it was hypothesized that exam performance differences would indicate 
that strategies were being used effectively. In an effort to test this hypothesis, 1-tests were 
conducted to determine differences in overall exam performance between the Workshop 
and Control Group. There were 4 multiple choice introductory psychology exams given 
throughout the course of the semester, as well as a final exam which was partly 
comprehensive and partly noncomprehensive (multiple choice). Of the 4 regular semester 
exams, each student's lowest score was dropped. Therefore, the average score for exam 
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performance was a composite score comprising the 3 best exams and the final. This 
hypothesis was not supported by the exam scores. That is, no significant difference was 
found between the two groups, !(36) = .65, .Q = .517; (Workshop Group M = 76.3, n = 
23, Control Group M = 73.3, n = 15). An Independent Samples !-test was also conducted 
on only the final exam score; which every student was required to take. Again, no 
significant performance difference was found between the Workshop and Control Group, 
!(36) = 1.28, .Q = .210; (Workshop Group M = 75.6, n = 23, Control Group M = 70.9, n = 
15). 
Finally, data from the workshop student evaluations corroborate the results found 
in 3 S-C data analysis. Items focused on identifying the degree of helpfulness of each 
component were based on a 5-point Likert type scale. The components focused on time 
management, taking lecture notes, test-taking and remembering information were 
perceived to be extremely to moderately helpful. Information on taking textbook notes 
was perceived to be moderately helpful. Additionally, perceived overall helpfulness of the 
workshops was found to be in the range of extremely to moderately helpful (See Table 7 
for frequencies and means). Reported frequency of use was based on a 4-point Likert 
type scale, revealing that information for taking lecture notes, test-taking, and 
remembering information was used frequently to very frequently. Time management 
information was frequently used, while information for taking textbook notes was reported 
to be frequently to infrequently used by students. Finally, the extent to which students 
applied newly acquired information to their other courses was reported to be very 
frequently to frequently (see Tables 8 for frequencies and means). 
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Discussion 
Results from Study 2 again confirm that students who are provided with explicit 
instruction, significantly increase their use of available study strategies. This is evident in 
the results of the 3 S-C assessment at Time 2, whereby the Workshop Group showed 
significant increases in strategy use, while the Control Group exhibited no significant 
gains:· It is further believed that the more vigorous approach to this workshop, which 
required students to monitor and modify their strategies throughout the semester, 
contributed to each student's personal development. Unfortunately, nothing more can be 
said on this issue since the data contained in the student journals were permanently lost. 
The fact that the exam score analysis revealed no significant performance gains, may speak 
more to the issue of available time than to the effectiveness or quality of the workshop 
instruction. It is highly improbable that the remaining half of the semester provided 
enough time in which to develop an acute level of learning expertise. 
General Discussion 
As the current data from each study indicate, students who are given the 
opportunity to learn and develop new skills and strategies can significantly increase their 
repertoire of strategies and usage thereof. This is supported by the significant differences 
between the two workshop groups on the 3 S-C assessment at Time 2 in Study 1. At that 
time, the Workshop Control Group had not yet received instruction. Only the Workshop 
Group had participated in training between assessment Time 1 and Time 2. The 
Workshop Group's strategy usage showed significant improvement after attending the 
workshops, whereas the untrained group showed no improvement. In Study 2, the 
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Workshop Group showed significant improvement on 4 of the 3 S-C sub-tests while the 
Control Group showed no marked improvement in their use of available strategies. 
The current research findings support several previously discussed issues regarding 
student preparedness for college course work. First, students entering college do not 
appear to possess effective learning strategies known to facilitate academic performance. 
This is supported by the fact that most students scored between "Needs Review" and 
"Needs Instruction" ranges on the 3S-C. Though unsolicited by the researcher, it is worth 
noting that many students verbally commented about their lack offamiliarity with a few of 
the study skills and strategies contained in the assessment test. 
The existence of this lack of familiarity is curious, particularly in a student body 
that primarily consists of recent high school students. As previously discussed, the 
demands of college course work often differ greatly from those required at the high school 
level. These differences apparently create a gap that must be bridged by developing new 
strategies and schemas for learning. In other words, tacit knowledge must be acquired for 
navigating through a different system. Otherwise, students would not be experiencing the 
culture shock that accompanies the apparent qualitative differences between the two 
learning environments. More importantly, the current data suggest that most students do 
not readily develop strategies without explicit instruction, as the students receiving no 
instruction failed to naturally increase their use of available learning strategies, even after 
being exposed to the 3 S-C test content. 
Consequently, we can eliminate an alternative hypothesis suggesting that the initial 
exposure to the 3 S-C caused the significant increase in strategy use. If initial exposure to 
the test content precipitated test-wiseness, provided demand characteristics, or provoked 
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students to employ strategies without instruction, the Control Groups would have shown 
significant improvements on the 3 S-C sub-test scores in the same manner as did the 
Workshop Groups. As indicated, this did not occur in either of the current studies. Only 
the Workshop Groups showed significant increases in strategy usage. Thus, it is not likely 
that the initial assessment itself had any direct or indirect influence on the results found in 
this study. 
While it is possible that students will develop adaptive skills with further 
experience over time, it is this researcher's belief that early development plays a critical 
role in effectuating positive learning outcomes. Accordingly, the first year of college is a 
critical time for student adjustment. Essentially, this is the period in which developing 
effective learning strategies would best serve the student's long-term needs. Initial failure 
is a discouraging experience, and so is the feeling of hopelessness that accompanies it. 
The tendency to view early failure as an indication of one's abilities or lack of intelligence 
is a common mistake. As any college educator or advisor has undoubtedly witnessed, this 
assumption is a powerful influence in a student's decision to continue a college education. 
Regrettably, many students leave college believing they are not smart enough to succeed, 
when in reality, they may be insufficiently prepared. Thus, becoming a smart learner early 
in the college process may facilitate student persistence, confidence, and the subsequent 
attainment of the student's educational goals. Given time constraints and other 
limitations, the current studies cannot adequately address, nor do they provide evidence of 
reductions in attrition. Only a longitudinal design can help answer these questions and 
determine the extent to which these students reach their educational goals. 
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The question ofwhether increased strategy production leads to immediate 
.. 
improved performance, as measured by exam scores, is inconclusive. The fact that there 
was no significant difference in exam performance between the Workshop Group and 
Control Group in Study 2 may simply mean that students had insufficient time to learn to 
use their new skills effectively. It is common sense that developing and using various 
strategies effectively takes time and repeated practice. Using learning strategies 
effectively also requires students to determine the appropriateness of strategies in various 
learning situations. Thus, it is assumed that over a period of time, these strategies will 
become a part of the learner's academic schema and will be automatically employed as 
they become more sophisticated learners. It is questionable whether one semester 
provided sufficient time in which to develop learning expertise to this extent. 
Additionally, the structure of the grading system for this course may have been 
such that any data analysis of exam scores may be impossible, or at the very least, invalid. 
A number of individual variables exist that might account for performance variances on 
any given exam. For example, extra credit is offered as part of the course in addition to 
attendance points and enrichment activity points, all fairly easy to obtain. Students 
receiving full credit for these might feel less motivated to score highly on any given exam, 
including the final, because they feel they already have an agreeable grade. Also, the 
lowest exam score for each student was dropped, thereby creating an ambivalent situation 
when trying to assess exam score performance. A possible challenge to the exam 
performance issue might contend that the study skills training focused on the wrong type 
of training. This is unlikely, as a comprehensive series of skills and strategies were taught 
within a specific context, using specific course concepts as examples. Keep in mind that it 
,,..... 
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is ultimately up to the student to develop an awareness of the strategies that best serve 
their needs in any given course. All an instructor can do is provide comprehensive 
training. Again, it is doubtful that the remaining half of the semester (following training) 
provided sufficient time in which to develop a superior level of expertise. 
The results of the exam score 1-tests on Study 2 lead to an interesting issue for 
future considerations. Both the Workshop Group and Control Group appear to consist of 
fairly average to above average students. As such, achievement motivation might possibly 
help to explain some of the results obtained. Students high in achievement motivation 
might have been seeking the opportunity to further help them excel. It is noteworthy to 
point out that the Control Group had a higher attrition rate in this study than did the 
Workshop Group, even though they only had to exert minimum effort to return for the 
final 3 S-C assessment test at the end of the semester. Though the exam score differences 
were not significant, the Workshop Group averages were slightly higher than those of the 
Control Group's overall averages. It is further possible that the Control Group was lower 
in achievement motivation than the workshop group, evident in the simple fact that they 
did not participate in the workshop. It is believed that the students in the Control Group 
could not participate due to schedule conflicts. However, we cannot be certain that this 
was truly the case for each student. It is simply not known to what extent achievement 
motivation may have been a factor. For example, perhaps the unmotivated students were 
not inclined to find the time to fit the workshops into their schedules. Random assignment 
to conditions, as in Study 1, might serve to lessen this aspect. Additionally, it might be 
more effective to include only freshmen in future attempts of this nature. This issue does 
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not negate the results of this study, but instead provides the impetus to further pursue 
these issues in an effort to advance the application of these findings. 
In summary, what each of the current studies illustrates, is that with explicit 
instruction, students can acquire tacit knowledge for meeting the demands of college 
course work. This knowledge contributes to positive learning outcomes by empowering 
students with the ability to assume control ofleaming. Without this storehouse of 
knowledge, chances for success diminish. Thus, a cost-benefit analysis of teaching learning 
strategies versus not teaching them, leans in favor of the former. With instruction, 
students can only improve their probability of success, provided they actively and 
appropriately employ smart learning strategies. Without doing so, many students will 
struggle through the system at best, or drop out at worst. 
In addition, it is the current author's belief that this type of intervention can be 
appropriately implemented in a wide variety of academic settings. Certainly, any technical, 
community, or non-resident based campus may appreciate the demand for such a need, for 
these are the ones most likely to have moderately lenient admissions policies. However, 
even the most prestigious university is likely to have its fair share of struggling students. 
Therefore, providing this type of service is an appropriate resource to offer at any 
institution aimed at higher learning. 
In addition to the foregoing discussion, it must be noted that some rich data, both 
qualitative and quantitative, were inadvertently lost at the end of Study 2. It is believed 
that the student journals collected from this group would have provided valuable· 
information regarding specific studying behaviors. The journals were meant to help 
students monitor themselves throughout the semester, a skill indispensable to the 
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college. At this point, it is only necessary to remedy the deficiencies as quickly as 
possible. As such, it behooves both the academic unit, as well as its students, to provide 
learning strategy instruction in contribution to the learning process, for education is an 
endeavor in which both entities must share responsibility and commitment. 
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Table 1. 
Study 1. Mean 3 S-C differences between groups at Time 2 
Workshoo Workshop Control 
3S-C Sub-tests M SD n M SD n 
Remembering Information*** 22.1 16.7 24 2.0 14.4 25 
Reading and Taking Notes 8.5 16.6 24 0 14.8 25 
from Text 
Taking Notes from Lectures*** 19.6 13.5 24 2.0 10.1 25 
Preparing for and Taking 16.5 15.4 24 3.4 11.9 25 
Tests** 
Managing Time and Space** 12.1 16.4 24 -1.0 10.7 25 
Note. Analysis was based on difference scores. Means are difference score means. 
*Q < .05; **Q < .01; ***Q < .001 
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Table 2. 
Study 1 : Mean 3 S-C Scores for Workshop Control Group 
Time2 Time 3 
3 S-C Sub-tests M SD !! M SD !! 
Remembering Information*** 50.4 22.1 24 70 23 24 
Reading and Taking Notes 62.1 19.7 24 68.5 23.3 24 
from Text 
Taking Notes from Lectures** 57.7 22.3 24 69.2 20.4 24 
Preparing for and Taking 62.1 21.3 24 72.1 20.9 24 
Tests** 
Managing Time and Space** 57.5 22.7 24 69.6 23 .2 24 
Note. *p < .05; **p < .01 ; ***p < .001 
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Table 3. 
Study 1: Workshop Evaluation Frequencies and Means -Perceived Helpfulness of 
Information 
Degree ofHelpfulness 
Component Extremely Moderately Somewhat Minimally M 
Managing Time 17 .. 21 6 0 1.75 
and Space 
Reading and Taking 15 19 9 1 1.9 
Notes from Text 
Taking Notes from 21 14 9 0 1.73 
Lecture 
Preparing for and 26 16 2 0 1.45 
Taking Tests 
Remembering 23 16 4 1 1.61 
Information 
Overall Helpfulness 19 20 5 0 1.68 
n=44 
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Table 4. 
Study 1: Workshop Evaluation Frequencies and Means - Extent of Use 
Degree ofFrequency 
Component Very Frequently Frequently Infrequently Never M 
Managing Time 
and Space 
11 25 8 0 1.93 
Reading and Taking 
Notes from Text 
10 21 13 0 2.1 
Taking Notes from 
Lecture 
22 19 3 0 1.57 
Preparing for and 
Taking Tests 
18 25 1 0 1.61 
Remembering 
Information 
25 16 3 0 1.5 
Used in Other 
Courses 
16 26 2 0 1.68 
n := 44 
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Table 5. 
Study 2: Mean 3S-C Scores for Workshop Group 
Time 1 · Time 2 
3 S-C Sub-tests M SD n M SD n 
Remembering Information** 46.3 19.6 23 59.1 19.6 23 
Reading and Taking Notes 59.1 22:7 23 75 .2 18 23 
from Text*** 
Taking Notes from Lectures*** 55.7 18.2 23 70.2 18 23 
Preparing for and Taking 57.4 20.3 23 75.4 15.1 23 
Tests** 
Managing Time and Space*** 53 .5 18.4 23 69.6 17.8 23 
Note. *p < .05; **p < .01; ***p < .001 
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Table 6. 
Study 2: Mean 3S-C Scores for Control Group 
Time 1 Time2 
3 S-C Sub-tests M SD !! M SD !! 
Remembering Information 48.0 14.6 15 51.7 20.8 15 
Reading and Taking Notes 
from Text 
54.7 20.7 15 52.0 23 15 
Taking Notes from Lectures 45.7 20.6 15 47.7 18.5 15 
Preparing for and Taking 
Tests 
52.0 16.5 15 58.3 17.6 15 
Managing Time and Space 44.7 
Note. No significant differences found . 
18.8 15 48 .0 23 15 
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Table 7. 
Study 2: Workshop Evaluation Frequencies and Means -Perceived Helpfulness of 
Information 
Degree ofHelpfulness 
Component Extremely Moderately Somewhat Minimally M 
Managing Time and Space 9 7 4 0 1.75 
Reading and Taking 
Notes from Text 
5 9 5 1 2.1 
Taking Notes from , 
Lecture 
11 7 2 0 1.55 
Preparing for and 
Taking Tests 
7 9 4 0 1.85 
-~emembering 
Information 
7 9 4 0 1.85 
Overall Helpfulness 10 7 3 0 1.65 
n=20 
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Table 8. 
Study 2: Workshop Evaluation Frequencies and Means - Extent ofUse 
Degree ofFrequency 
Component Very Frequently Frequently Infrequently Never M n 
Managing Time 
and Space 
4 12 4 0 2.0 20 
Reading and Taking 
Notes from Text 
3 7 8 2 2.45 20 
Taking Notes from 
Lecture 
13 3 4 0 1.55 20 
Preparing for and 
Taking Tests 
6 11 2 1 1.9 20 
Remembering 
Information 
10 7 3 0 1.65 20 
Used in Other Courses 6 IO 3 0 1.84 19 
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Figure 1. Mean differences between the Workshop Group and Control Group at Time 1 
and Time 2 for Remembering Information 3S-C sub-test. 
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Figure 2. Mean differences between the Workshop Group and Control Group at 
Time 1 and Time 2 for Reading and Taking Notes from Text 3S-C sub-test. 
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Figure 3. Mean differences between the Workshop Group and Control Group at 
Time 1 and Time 2 for Taking Notes from Lectures 3S-C sub-test. 
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Figure 4. Mean differences between the Workshop Group and Control Group at 
Time I and Time 2 for Preparing for and Taking Tests 3S-C sub-test. 
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Figure 5. Mean differences between the Workshop Group and Control Group at 
Time 1 and Time 2 for Managing Time and Space 3S-C sub-test. 
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Figure 4. Mean differences between the Workshop Group and Control Group at 
Time 1 and Time 2 for Preparing for and Taking Tests 3S-C sub-test. 
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Appendix A 
Sample Questions from Study Skills and Strategies Assessment 
(3 S-C) College 
Reprinted with permission from the authors. 
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Samples Questions from: 
Study Skills and Strategies Assessment 3 S-C College 
Mangrum-Strichart Learning Resources 
Reproduced with permission. 
Section I : Remembering Information 
I construct a graphic organizer as a visual representation to remember information. 
Section 2: Reading and Note Taking from Textbooks 
I read the headings to get specific ideas ofwhat the chapter is about. 
Section 3: Before, During and After Taking Class Notes 
Before I go to class, I complete all reading assignments. 
Section 4: Using the Library and the Internet 
I use electronic databases to identify articles in periodicals and newspapers. 
Section 5: Writing a Research Paper 
I narrow my topic to be sure I can complete a research paper in the assigned 
number ofpages. 
Section 6: Preparing For and Taking Tests 
I practice writing answers to questions I think will be on a test. 
Section 7: Study Habits, Study Place for Effective Time Management 
I keep in my study place all the reference materials I need to complete assignments 
and prepare for tests. 
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AppendixB 
Sample Diagnostic Profile and Narrative Report: 3S-C 
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Mangrum-Strichart 
Study Skills and Strategies Assessment(JS-C) 
College Level ·· 
Narrative Report 
Student: Laura Talcott ID: Date: 8/12/99 
This report describes each of the seven categories of study skills or strategies assessed using 3S-C. For each category, 
your score is reported along with one of three recommendations: Needs Instruction, Needs Review, Needs No Instruction. 
REMEMBERING INFORMATION: The items in this category assessed your use of repetition, mnemonic techniques, 
and graphic organizers for remembering important information. Your score of 35 indicates that you need instruction in 
the important skills and strategies involved in Remembering Information. 
READING AND TAKING NOTES FROM TEXTBOOKS: The items in this category assessed your use of the SQ4R 
strategy for reading and taking notes from textbooks. Your score of 50 indicates that you need instruction in the 
important skills and strategies·involved in Reading and Taking Notes from Textbooks. 
TAKING NOTES IN CLASS: The items in this category assessed what you do to get ready to take notes in class, how 
you take notes in class, and how you remember the information in your notes. Your score of 50 indicates that you need 
instruction in the important skills and strategies involved in Taking Notes in Class. 
USING INFORMATION LITERACY SKILLS TO DO RESEARCH: The items in this category assessed how you use the 
library and the Internet to identify, evaluate, and select information for your class assignments, papers, and projects. 
Your score of 65 indicates that you need review in the important skills and strategies involved in Using Information 
Literacy Skills to do Research. 
WRITING A RESEARCH PAPER: The items in this category assessed your strategy for choosing a persuasive or 
informative topic, documenting sources of information, and preparing the final draft of a research paper. Your score of 
50 indicates that you need instruction in the important skills and strategies involved in Writing A Research Paper. 
PREPARING FOR AND TAKING TESTS: The items in this category assessed your use of test preparation and test 
taking strategies for essay and objective tests. Your score of 30 indicates that you need instruction in the important skills 
and strategies involved in Preparing For And Taking Tests. 
MANAGING TIME AND SPACE: The items in this category assessed your use of a daily plan and a semester calendar 
to manage your time. Also assessed were your study habits and study place. Your score of 35 indicates that you need 
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Appendix C 
Sample Workshop Handouts 
Please note that there is copyrighted material contained 
in this Appendix from the following purchased source: 
Iannuzzi, P., & Strichart, S. S., & Mangrum, C. T. (1998). Teaching study skills and 
strategies in college. Boston: Allyn and Bacon. 
Essential learning strategies 59 
Study Problems and Solutions 
1. What are some of the problems you encounter when trying to study? 
2. Which of the above problems do you perceive to be out ofyour control? (Things 
you do not believe you can change.) 
3. Which of the above problems are within control? Can you change them? 
4. Solutions: 
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Managing Time & Space 
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Evaluating My Study Habits 
Good grades don't just happen-they come as a result of good study ha!:>its. Use this rating scale to · · 
evaluate your study habits. Read each statement. For each, circle 1, 2, or 3. 
STUDY HABITS RATING SCALE 
Rarely Often 
Statement or Never Sometimes or Always 
I plan my study time. 1 2 3 
I tell my friends not to call me during my study time. 1 2 3 
I start working on time. 1 2 3 
I review my notes before beginning an assignment. 1 2 3 
I begin with the hardest assignment. 1 2 3 
I finish one assignment before going on to another. 1 2 3 
I take short breaks when I feel tired. 1 2 3 
I avoid daydreaming. · · 1 2 3 
I have a "study buddy" I can contact when I get stuck. l 2 3 
I write down questions I will need to ask my instructor. 1 2 .3 
Add the numbers you circled to get your total score. Use the following guide to interpret your 
total score. 
Interpretation Guide 
Total Score Interpretation 
20 or less Study habits need to be improved. 
21-27 Some improvement needed .., .-~ 
28 or higher Good study habits 
Copyright C 1998 by Allyn and Bacon 141--
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Improving My Study Habits 
_, 
List each study habit for which you circled 1or2 whet\ completing the Study Habits.Rating Scale 
on 7-1. For each habit to be improved, tell what you will do to improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
Study habit circled 1 or 2. 
How I will improve it. 
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Evaluating My Study Place 
How you plan your study place has a lot to do with how well you will swdy and learn. Use thi.-l 
rating scale to evaluate yoi.i.r study place. Read each statement. For each, circle 1, 2, or 3. 
STUDY PIACE RATING SCALE 
Rarely Often 
Statement or Never Sometimes or Always 
My study place is quiet. 1 2 3 
There are no distractions. 1 2 3 
There is good light. 1 2 3 
The temperature is comfortable. 1 2 3 
There is a large enough desk or table. 1 2 3 
There is a comfortable chair. 1 2 3 
It contains all neces5ary work materials. I 2 3 
It contains all necessary reference sources. 1 2 3 
It contains adequate storage space. 1 2 3 
It is available whenever I need it. I 2 3 
Add the numbers you circled to get yo~ total score. Use the following guide to interpret your 
total score. 
Interpretation Guide 
Total Score Interpretation 
20 or less Study place needs to be improved. 
21-27 Some improvement needed 
28orhigher Appropriate study place 
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Improving My Study Place 
List the features that need to be improved in your study place. Include any feature for which you 
circled 1or2 when completing the Study Place Rating Scale on 7-3. For each feature to be im-
proved, tell what you will do to improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
j 
Study place feature circled 1 or 2. 
How I will improve it. -· 
S,tudy place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
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Improving My Study Place 
List the features that need to be improved in your study place. Include any feature for which you "• 
circled 1or2 when completing the Study Place Rating Scale on 7-3. For each feature to be im-
proved, tell what you will do to improve it. · 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I w~ll improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place fe~ture circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
Study place feature circled 1 or 2. 
How I will improve it. 
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· <,~IJ How Do You ~ 
' ,\ . ..\It Spend 
Your Time? 
• Time Audit: Keep a record 
ofyour daily activities. 
• Summarize your activities. 
Where does your time go? -
• Evaluate your time chart. Do 
you have -scheduled study 
time? Wasted time? 
- How many hours did you 
study for P 103? 
- How much time did you 
waste? 
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-- -. ~- ' ·-· Time Audit 
Time Sunday Monday Tuesday - Wednesday Thursday Friday Saturday 
6:00 
6:30 
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'~. 
Managing Time 
•.;.'!:;·~1' :I}~~;~~::~.:...;.,..-.... _.. ,: . -_~:; ·.·;-.~,:-,,- ~-'.-"-'.'.-; ~ _;/;,:;_'~~}i~,..~ •. ·.i. ->~(~..-."..··.- ~: .. ·~_.,_;>.:. • •..-' •t-' ., iM ; ~·• '•' . "<" , ,:;.. ::.j· 
To get everything done you need to do, prepare a Semester Calendar for the entire semester and 
a To Do .List for each day. ,, 
Semester Calendar 
The Semester Calendar is a long-term planner and should be prepared at the beginningofeach se-
mester. Keep a Semester Calendar to record the dates on which your assignments and projects are 
due. Also record the dates on which you will take tests and quizzes. Carryitwith you each day. Re-
vise the calendar as the semester goes on. You can use the Semester Calendarshown on7-6 orpur-
chase one whose format you prefer. · ' 
Frequently review your Semester Calendar to identify the assignments and projects that will soon 
be due. This monitoring will help you budget your time so you complete assignments and projects 
on time. Monitoring also keeps you-aware of test and quiz dates so you can plan your study time. 
To Do Ust · 
Each night, prepare a To Do List like the one shown on 7-7. Write down the things you must do
the next day. For example, on Sunday night you should write on the To Do List things to do on 
Monday. On Monday, cross out things as you do them. Add other things you must do as they 
occur. Include things not accomplished on Monday on the To Do List you prepare for Tuesday. 
Add new things that have to be done on Tue5day. Continue this process throughout the week. 
You might find it helpful to use a system to code the importance ofeach thing to do. For example, 
you could put 1 next to things you must do and 2 next to things you should do but that could be 
done iltlother day. 
Answer these questions: 
1. Why should you keep a Semester Calendar? 
2. Why is it important to review your Semester Calendar? 
3. What should you write on a To Do List? 
4. What should you do for things on your To Do .List that you did not do? 
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Plan Your Time! 
• Create a semester Calendar 
- assignment due dates/ex~m 
dates 
- work schedule 
- preplanned social/family 
events 
- other weekly/daily events 
(church, volunteer work etc.) 
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.... 
Prepare A ·naily 
"To Do" List 
• Write down your ''to do'' list 
items nightly. 
- Refer to your semester calendar as 
well as your daily calendar 
• . 
- include previously listed, 
unaccomplished items 
• Code yo.or items for 
importance. 
- What has to be done? What can 
wait? 
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AppendixD 
Sample Power Point Presentation 
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College Study Strategies 
, '=:'~ 'l~~­~(•~:~ )· \~\1·.::~::::. 
~ ,,.".' 
liiaJow Do You Spe~ 
""' Your Time? • 
• Time Audit: Keep a record ofyour 
daily activities. 
• Swnmarize your activities. Where does 
your time go? 
• Evaluate your time chart. Do you have 
scheduled study time? Wasted time? 
- How many hours did you study for P103? 
- How much time did you waste? 
~~~ Topics to Explore rv 
• Time Management llJld Study Space 
• Taking Notes and Reading from Text 
• Taking notes in classllectute (listening) 
• Mnemonics/remembei-ing information 
• Test-taking preparation 
• Test-taking skills/strategies 
·•• . .;''"· ······.................; ....····~········· · ···· · ····· · ··""'°·............. ···-···· -~···· ······· ~- - · ···. ···-····· .............·:·-···...... 
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Evaluate Your Time Audit 
• Swnmarize your activities. Where does 
your time go? 
• Evaluate your time chart. Do you have 
scheduled study time? Wasted time? 
Prepare Your Daily 
"To Do" List 
• Write down your "to do" list items 
nightly. 
- Refer to your semester calendar as well as your 
daily calendar 
- include previously listed, unaccomplished items 
• Code your items for importance. 
- What has to be done? What can wait? 
• Review your list every morning. 
Plan Your Time! 
• Create a semester Calendar 
- auignmcnt due dates/ex.am 
dates 
- work ac:hcdulc 
- preplanned social/family 
cwnb 
- other wccldy/daily cvcnb (church, voluntc 
work etc.) 
Review your semester 
calendar 
Potential Problems/Solutions 
Plltting in more time prepving to I) What is the boot time ofday fi>r 
study .....ac:luolJy studying. you to study-good 
concmtnlioa? 
2) Sludy in the ...,. place when 
·-Bep._.,t.
3) Pre.et study intavals-be 
...iistic. 
Unc:br goall--<:.,'t decide whit I) Prio<itizeyour study maerial 
to study. No set prioritU.. by cbi dalalcoian dates. 
Amnge time slots 
occordingly. 
2) Decide how much you neal to 
pt done. 
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Appendix E 
Demographic Information Form 
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Name: ~---------:---------
Email address: 
Class standing: Freshman Sophomore Junior Senior 
Number ofcollege credit hours completed: 
What year did you enter college? ____ 
Are you currently participating in any type ofcourse in college success strategies or study 
skills development? Yes No Ifyes, what type? __________ 
In the past, have you participated in any type of course in college success strategies or 
study skill development? Yes No 
Ifyes, when? Type ofcourse: 
What year did you graduate high school? ____ 
What was your high school GPA? Ifyou do not know, initial to give 
permission to access this information. 
What is your current college GPA? Ifyou do not know, initial to give 
permission to access this information. 
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Appendix F 
Study Skills Student Evaluation Form 
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Study Skills Student Evaluation Questionnaire 
Please circle one answer to the following questions. 
1) How helpful did you find the time management information presented during your study skills session? 
A - extremely helpful B - moderately helpful C - somewhat helpful 
D - minimally helpful E - not helpful 
2) How helpful did you find the taking notes from text information presented during your study skills 
session? 
A - extremely helpful B - moderately helpful c -somewhat helpful 
D - minimally helpful E - not helpful 
3) How helpful did you find the taking notes from lecture information presented during your study skills 
session? 
A - extremely helpful B - moderately helpful C - somewhat helpful 
D - minimally helpful E - not helpful 
4) How helpful did you find the test taking strategy information presented during your study skills 
session? 
A - extremely helpful B - moderately helpful C - somewhat helpful 
D - minimally helpful E - not helpful 
5) How helpful did you find the remembering information discussion of your study skills session? 
A - extremely helpful B - moderately helpful C - somewhat helpful 
D - minimally helpful E - not helpful 
6) To what extent did you use time management strategies this semester? 
A - very frequently B - frequently C - infrequently D - never 
7) To what extent did you use taking notes from text strategies this semester? 
A - very frequently B - frequently C - infrequently D - never 
8) To what extent did you use taking notes during lecture strategies this semester? 
A - very frequently B - frequently C - infrequently D - never 
9) To what extent did you use test preparation and test taking strategies this semester? 
A - very frequently B - frequently C - infrequently D - never 
10) To what extent did you use remembering information & memory strategies this semester? 
A - very frequently B - frequently C - infrequently D - never 
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11) Overall, to what extent did you find the study skills sessions helpful? 
A - extremely helpful B - moderately helpful C - somewhat helpful D - minimally helpful · E - not 
helpful 
12) To what extent did you apply new study skills strategies to your other courses? 
A - very frequently B - frequently C - infrequently D - never 
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Appendix G 
Performance Evaluation/Study Plan 
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Study Plan: Course: 
---------~ 
Exam#__ Exam chapters # ___ Exam date ___ Grade I want to earn ___ 
How many hours per week I will spend studying for this exam? 
Where will I do most ofmy studying? 
How will my hours be distributed? Approximately how long? Time ofday 
__ Daily 
__ Every other day 
__ 3 days during the week 
__ 2 days during the week 
__ Only on the weekend 
What types of study activities/strategies will I use? 
Attend all lectures 
__ Study group/partner 
Read the textbook 
__ Take notes from the text (PQ4R) 
Review notes from the text 
Review lecture notes 
__ Reorganize/rewrite textbook notes 
__ Reorganize/rewrite lecture notes 
Use the online resources associated with the textbook/course 
__ Use the textbook study guide 
__ Use self-testing techniques (practice tests/quizzes) 
__ Do enrichment/computer activities that are relevant to the material 
__ Use mnemonic techniques to remember material 
__ Make graphic organizers 
__ Review graphic organizers 
Make flashcards 
Review flashcards 
__ Participate in tutoring 
Note any expected, significant events occurring during this interval: ------------
How will this event interfere with my study plans? What can I do to resolve or compensate for the 
disruption? --------------------------------
Other: 
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Exam performance evaluation: Course: -------------
Exam #__ Exam chapters #___ Exam date ___ Grade I earned ___ 
How many hours per week did I spend studying for this exam? 
Where did I do most of my studying? 
How were my hours be distributed? Approximately how long? Time of day 
__ Daily 
__ Every other day 
__ 3 days during the week 
__ 2 days during the week 
__ Only on the weekend 
What types of study activities/strategies did I use? 
Attended all lectures 
__ Study group/partner 
Read the textbook 
__ Took notes from the text (PQ4R) 
Reviewed notes from the text 
Reviewed lecture notes 
__ Reorganized/rewrote textbook notes 
__ Reorganized/rewrote lecture notes 
Used the online resources associated with the textbook/course 
__ Used the textbook study guide 
__ Used self-testing techniques (practice tests/quizzes) 
__ Did enrichment/computer activities that are relevant to the material 
__ Used mnemonic techniques to remember material 
__ Made graphic organizers 
__ Reviewed graphic organizers 
Made flashcards 
Reviewed flashcards 
__ Participated in tutoring 
Note any expected, significant events that occurred during this interval: ----------
Did this event significantly interfere with my study time? Ifyes, what was the outcome in terms of 
your ability to prepare for the exam and/or performance on this exam? ----------
Other: 
Ask yourself, "Did I follow my original study plan?" 
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AppendixH 
Informed Consent and Debriefing Statement 
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Indiana University South Bend 
INFORMED CONSENT STATEMENT 
Essential Study Skill and Metacognitive Strategies: Assessment 
PURPOSE: 
You are volunteering to participate in a study skills assessment Essential Study Skill and Metacognitive 
Strategies: Assessment and Skill Development. The purpose of this project is to assess the needs of 
students in various areas of study skills. Ifyou agree to participate, you will be one of approximately 100 
students participating in this study. 
PROCEDURE FOR THE STUDY & RISKS OF PARTICIPATING IN THIS STUDY: 
A computerized study skills assessment test will be administered to you now and at the end of the semester 
(time to be arranged. Each assessment will take approximately 20 minutes. You will receive 10 points 
toward your course grade in P 103 upon completion of the final assessment. These points will be applied 
toward required enrichment or extra credit. You should understand that you may, as an option to research 
participation, fulfill enrichment and up to 20 points of extra credit by participating in other approved 
activities as outlined in your lab materials. Ifyou did not receive information regarding other options, 
please contact the Psychology Lab, DW2110, to obtain this information. 
Your participation is completely voluntary and you may withdraw at any time without jeopardy to your 
course grade or your relationship with the researcher or other individuals in the IUSB Psychology 
Department. Feel free to ask questions at any time during this project. There are no physical or mental 
health risks involved in this study. Your identity will be held in the strictest of confidence. Your name 
will not associated with or included in any report in which the results of this project may be disclosed. 
Nor will your identity be known to any other person other than the Principal Researcher. 
PARTICIPANT CONSENT: 
Upon careful consideration regarding the above described project, I give my consent to participate. I 
understand that I have the right to withdraw from participating in this project at any time without penalty. 
I also understand that if I drop out, I will receive no course credit for this project. 
PARTICIPANT'S SIGNATURE: DATE: ____ 
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INFORMED CONSENT STATEMENT 
Essential Study Skill and Metacognitive Strategies: Assessment and Skill 
Development 
PURPOSE: 
You are volunteering to participate in a study skills assessment Essential Study Skill and Metacognitive 
Strategies: Assessment and Skill Development. The purpose of this project is to assess the needs of 
students in various areas of study skills. Ifyou agree to participate, you will be one ofapproximately 100 
students participating in this study. 
PROCEDURE FOR THE STUDY & RISKS OF PARTICIPATING IN THIS STUDY: 
A computerized study skills assessment test will be administered to you today. This will take 
approximately 20 minutes. You will then participate in two (90 minute) study skill sessions to be 
conducted on the days and times designated on the sign-up sheets. Throughout the semester you will 
maintain a study skill journal that will include your study plans, self-evaluations, and study plan revisions, 
and worksheets. These items will be checked for progress before and after each class exam. At the end of 
the semester, you again take the 20 minute study skill assessment test and turn in your study skill journal.· 
I will require approximately 3-4 hours of participation time on site. :- ·.··' . 
You will receive 40 points toward your course grade in P103 upon completion of the final assessment. r: · .' ·• 
These points will be applied toward required enrichment or extra credit. You should understand that yblt' 
may, as an option to research participation, fulfill enrichment and up to 20 points of extra credit by 
participating in other approved activities as outlined in your lab materials. Ifyou did riot receive 
information regarding other options, please contact the Psychology Lab, DW2110, to obtain this 
information. 
Your participation is completely voluntary and you may withdraw at any time without jeopardy to your 
course grade or your relationship with the researcher or other individuals in the IUSB Psychology 
Department. Feel free to ask questions at any time during this project. There are no physical or mental 
health risks involved in this study. Your identity will be held in the strictest of confidence. Your name 
will not associated with or included in any report in which the results of this project may be disclosed. 
Nor will your identity be known to any other person other than the Principal Researcher. 
PARTICIPANT CONSENT: 
Upon careful consideration regarding the above described project, I give my consent to participate. I 
understand that I have the right to withdraw from participating in this project at any time without penalty. 
I also understand that if I drop out, I will receive no course credit for this project. 
PARTICIPANT'S SIGNATURE:------------- DATE: 
PARENT'S SIGNATURE (IF PARTICIPANT IS A MINOR) -----------
WITNESS: ------------
___ _ 
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INFORMED CONSENT STATEMENT 
Essential Study Skill and Metacognitive Strategies: Assessment and Skill 
Development 
PURPOSE: 
You are volunteering to participate in a study skills assessment Essential Study Skill and Metacognitive 
Strategies: Assessment and Skill Development. The purpose of this project is to assess the needs of 
students in various areas of study skills. Ifyou agree to participate, you will be one of approximately 100 
students participating in this study. 
PROCEDURE FOR THE STUDY & RISKS OF PARTICIPATING IN THIS STUDY: 
A computerized study skills assessment test will be administered to you. This will take approximately 20 
minutes. You will then be divided into two groups. One group will receive study skills training during the 
first half of the semester and the other will receive training quring the second half due to the limited 
number of students that can be accommodated in one training period. Three group sessions will be taught 
during your training period. Each session will approximately 45 minutes. At midterm point and at the 
end of the semester, you will again take the 20 minute study skill assessment test. I will require 
approximately 3-4 hours of participation time on site. 
You will receive 40 points toward your course grade in'Pl03 upon completion of the final assessment. 
These points will be applied toward required enrichment or extra credit. You should understand that you 
may, as an option to research participation, fulfill enrichment and up to 20 points of extra credit by 
participating in other approved activities as outlined in your lab materials. Ifyou did not receive 
information regarding other options, please contact the Psychology Lab, DW2110, to obtain this 
information. 
Your participation is completely voluntary and you may withdraw at any time without jeopardy to your 
course grade or your relationship with the researcher or other individuals in the IUSB Psychology 
Department. Feel free to ask questions at any time during this project. There are no physical or mental 
health risks involved in this study. Your identity will be held in the strictest of confidence. Your name 
will not associated with or included in any report in which the results of this project may be disclosed. 
Nor will your identity be known to any other person other than the Principal Researcher. 
PARTICIPANT CONSENT: 
Upon careful consideration regarding the above described project, I give my consent to participate. I 
understand that I have the right to withdraw from participating in this project at any time without penalty. 
I also understand that if I drop out, I will receive no course credit for this project. 
PARTICIPANT'S SIGNATURE:------------- DATE: 
PARENT'S SIGNATURE (IF PARTICIPANT IS A MINOR) -----------
WITNESS: ------------
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Institutional Review Board 
DEBRIEFING STATEMENT 
Essential Study Skills and Metacognitive Strategies: Assessment and Skill Development 
You have fulfilled your participation requirements for Essential Study Skills and 
Metacognitive Strategies: Assessment and Skill Development. It is commonly 
believed that the majority of students entering college do not possess the many strategic 
skills necessary to be successful in college course work. This project was designed to 
1) assess the skill levels of students 2) to provide training in study skills and 
metacognitive strategies 3) to assess whether these strategies significantly effect and 
improve grades, specifically on exams. 
You have the right to informed of the outcome ofthis project. Ifyou are interested in the 
results,Jeel free to contact me at ltalcott(a:iusb.edu. As soon as the results are known and 
this project is complete, I will forward all requested information to you. 
Thank you very much for your participation and cooperation, 
Laura S. Talcott 
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